Emirati students at public universities have a wide demographic of faculty members teaching them courses in their second language, English. These faculty members bring with them their own cultural assumptions, epistemologies and use of language which at times are in stark contrast to those of the students.
Muller argues that there are but 3 circles of worldview and every human on Earth from every culture possesses elements and differing degrees of all 3 (Muller, 2001) . What he goes on to argue and what Knowledgeworkx furthers to profess is that certain regions of the world include cultures which we can analytically assume are more dominant in one circle than others. The circles consist of opposing binaries of Guilt/Innocence, Power/Fear and Honor/Shame and appear thus, Muller describes these worldviews as main motivators that drive one's decision-making processes and in turn, their behavior (2001) . How each culture values or undervalues each of the 3 circles is dependent on a variety of factors that may exist more prominently within the culture. These include political climate, religion, law and the direct or indirect application of it, relationship, group membership and many others.
Muller offers a useful framework for analysis of the data. He offers in this study his 3 Circles of Worldview which holds the notion that every human being, having been raised and acculturated in any region of the world, or even exposed to, studied, adapted to or even adopted ways of other cultures, possess elements of what he calls the 3 circles of worldviews (Muller, 2001) . Regardless of what culture one was raised in or what one has learned, all aspects of all three circles exist and are prevalent in all people of the world. Each person, however, is likely to have an ontology and live their lives by the cultural tenets of a dominant circle and Muller therefore, attempts to provide generalizations as to which cultures tend to value certain circles over others. These circles, vary in dominance from person to person and may, in fact, evolve and change over time due to a variety of factors including but not limited to globalization, exposure to other worldviews, ebbing and flowing one's own personal faith, age, education and a number of unpredictable variables. Muller (2001) speaks of the globalized world and how while some cultures may have been driven purely or predominantly by one worldview or another, they are evolving into ones which yield a more equally distributed and mixed variety. When discussing the development and existence of the 3 worldviews, Muller writes "Some cultures have more than another, but all three are present in all cultures today" (Muller, 2001, p. 19) . Therefore, attempting to fit or classify each culture into one or another becomes problematic while one worldview is mostly dominant, that is not to discount the existence, influence and effect of the other two. Further, one cannot accurately predict when the precepts and effects of the two lesser dominant worldviews may be the ones which dictate certain behavior.
Guilt/Innocence
Power/Fear Honor/Shame Guilt & innocence A Guilt/Innocence worldview is one which sees the world in terms of rules, regulations, correct, incorrect, right and wrong. It is one in which a person with this worldview bases his or her own actions and behavior on what is "the right thing", one which results in the doer to ascend onto a higher level of perceived correctness. People with this worldview often prefer clear guidelines, boundaries and definition in their daily lives. Consequently, cultures in which people with this dominant worldview live often do have complex legal systems and a high number of correctional institutions. Notions exist that what is wrong is wrong, even if no one else knows and if others were to learn of wrongdoing, there are policies, procedures and systems to ensure punishment and consequence. Individuals are raised and groomed to make right choices and resist temptation of wrong ones. With these notions is the idea that one will be fine as long as one "walks the line".
Cultures with this predominance tend to be highly individualistic and are found, according to Muller, primarily in the Western world. As he claims, " [M] uch of the English-speaking world and parts of Europe have worldviews that focus on the aspect of man's guilt, and/or his freedom from guilt" (Muller, 2001, p. 18 ). Muller embraces the metaphor of a pool of swimmers enjoying the sun and a lifeguard on duty. When the lifeguard blows his whistle, swimmers from a Guilt/Innocence dominated culture are likely to stop what they are doing, look around and seek to find the source of the issue. The notion that it might have been them that has caused the alert is what stops them to check if what they have been doing might have been wrong. The initial reaction from someone with this dominant worldview is that of guilt.
Honor & shame
This worldview differs from Guilt/Innocence in that it is not the right and wrong of things that inform their worldview and therefore their behavior, but rather concern for the group to which they belong. Reputation, honor, shame, image and blasphemy are some elements that influence behavior. Protection of the group is synonymous with what one with a Guilt/Innocence worldview would consider protection of one's self. The name, reputation, image and sanctity of the group speaks louder to man than that of the individual. Honor is defined as what gives one status in the eyes of others.
Muller sees people who have a more Honor/Shame worldview tend to be more collectivist and often are of cultures in the Middle East and East Asia (Muller, 2001) . "The other side of shame is honor, and every Arab desires and strives to be and become more honorable. The relationship between shame and honor has long been recognized by sociologists of Arab and Muslim cultures and also attributed to the generalized Mediterranean social complex" (Muller, 2001, p. 88) .
Along with the same metaphor, when the lifeguard blows his whistle, people with an Honor/Shame worldview might have a different reaction. Instead of stopping their actions like a Guilt/Innocence culture would, people from an Honor/Shame culture are likely to continue what they are doing, with full knowledge that what they are doing is not the reason for the whistle. Although they might end up looking around out of sheer curiosity, they will not have the immediate assumption of guilt of their own action like others might.
Muller, being of a Western, Guilt/Innocence worldview set out to write his philosophy based on his own and others frustrations in teaching in cultures with a Honor/Shame worldview. He states that he has had much difficulty relaying messages and educating youths in the Middle Eastern world (Muller, 2001) . He suggests those coming from different worldviews need to alter their approach only after understanding the differences that exist. Regarding Shame-based cultures, he maintains that "[I]n our culture (Western, Guilt/Innocence) telling the truth is right and telling lies is wrong. In the Middle East, people don't think of lies as being right or wrong. The question is, 'is what is being said honorable'? If a lie protects the honor of a tribe or nation, then it is fine. If a lie is told for purely selfish reasons, then it is shameful" (Muller, 2001) .
This broad stroke reasoning may seem reductive. One must remember that Muller's ethnocentrism is something that one can expect to be projected. In other words, Muller's worldview is one made up of a predominately Guilt/Innocence perspective, therefore the above quote is stated from a perspective of difference. However, I believe it speaks to multiple dynamics which exist in the world of education. Such instances can occur with students from differing worldviews as well. I can certainly think of many instances when students have told me something that I have questioned to be true in cultures which Muller describes as Honor/Shame as well as in those which he describes as Guilt/Innocence. What Muller also often does is to attribute these differences in worldview to differences in faith and religion; in this case he speaks directly to Middle Eastern, Muslim students. To me, this seems to be a road too easily travelled. Certainly one can look at any Holy book and find instances of all 3 circles being taught. To say that one is more pronounced in one book than others is a matter of interpretation.
In today's world, we are seeing a global clash primarily between the younger generations and the worrisome elder generation with stronger Honor/Shame worldviews. Through globalization, study exchanges, the growth of the English language, travel and other international exposures, a strict Honor/Shame heritage and set of cultural values are, at times, being marginalized. Some women jettison their sheilas, prefer attention-seeking beauty products and fashion as opposed to the modest and nondescript abayas. Young people are dating and rejecting the interfamily, arranged marriages that have been the norm for generations (Diallo, 2014) . These examples often cause conflict among family members as a younger generation, at times, are seen as disregarding the honor of the collective group by projecting individualistic, Guilt/Innocence values.
Power & fear
The third of Muller's 3 circles in the worldview is dominated by Power/Fear. This worldview is often associated with power structures which include elaborate or absolute systems of hierarchy within the government, organization or family. This is a worldview which includes things like consequence and punishment as well as reward and positive acknowledgment of merit. These structures can be found anywhere from a small scale like the family home and behaviors of parenting to large government organizations (Muller, 2001) . They use people's fear by instilling it and the exercise of power to yield the desired results. Leaders tend to hone managerial skills to enhance their power over the masses. Regarding these systems where absolute monarchies and dictatorships are often the political structures, abuse mechanisms can often be seen to maintain and expand power bases.
A Power/Fear worldview is based on animism, from the Latin root "anima" for "soul" (Muller, 2001 ). The animistic worldview interprets everything from a spiritual philosophy rather than a materialistic one (Muller, 2001 ). This worldview is also attributed to cultures in which superstitions, rituals and other group-based beliefs systems are more prevalent than others. At times, the fear of the supernatural and heeding of its warnings play a large part of dictating behavior within the culture. Positive outcomes of this worldview include a heightened sense of trust amongst those being ruled as well as a sense of control over destiny and circumstances of one's life. However, this ruling system often includes threats, harsh punishment and oppression that are not uncommon in such dictatorships around the world.
Reverting back to the lifeguard metaphor, when the lifeguard were to blow his whistle, those coming from a Power/Fear worldview would likely begin to worry and be afraid in a more immediate sense of those from a Guilt/Innocence perspective. The lifeguard being a person of power, might impose a punishment or consequence to those in the wrong, whoever those may be.
Chapman et al.'s "Unsettled Journey"
Chapman et. al. took a more broad approach to exploring UAE expatriate teachers' perceptions than this study. This team of researchers interviewed teachers from all 3 federal institutions of higher learning throughout the 7 Emirates to learn their views on a wide variety of issues in their professional careers (Chapman, Austin, Farah, Wilson, & Ridge, 2014) . Included in these themes were their participants' views on collegiality or faculty members' relationships and rapport with fellow multicultural teaching faculty as well as autonomy which they define as "discretion they have in making professional decisions about how they will organize and undertake their work" (Chapman, Austin, Farah, Wilson, & Ridge, 2014, p. 135) . Their expectation before the study was due to the fact that multiple nationalities cultures of participants would yield varying result in terms of job satisfaction, this was realized in part (Chapman, Austin, Farah, Wilson, & Ridge, 2014) .
Their aims and much of their rationale for their inquiry revolved around the broad implications it has for all institutions of higher learning, which employ a multicultural teaching faculty (Chapman, Austin, Farah, Wilson, & Ridge, 2014) . As they state that those who did choose to participate in their study view the expatriate faculty in the United Arab Emirates "transient and easily replaceable" (Chapman, Austin, Farah, Wilson, & Ridge, 2014, p. 148) .
Their participants generally noted that the working relationship that was had amongst the multicultural teaching faculty was harmonious and it was only when the "top-down model" of administration affected their work was there ever any discontent (Chapman, Austin, Farah, Wilson, & Ridge, 2014) . Some of their participants were faculty from the University of the Emirates and while they stated that they generally feel they had autonomy in their teaching practice, they were concerned over the lack of participation in the governance and design of curriculum which they feel had been handed down to them (Chapman, Austin, Farah, Wilson, & Ridge, 2014) . Additionally, faculty participants felt afraid of offering any criticism of the curriculum which many believed "could cost them their job" and such criticism was "not welcomed and poorly tolerated" (Chapman, Austin, Farah, Wilson, & Ridge, 2014, p. 145) . Moreover, their participants gave the overall view of their higher education in the UAE as a "superficial system" which is a theme that recurs in the data of this study as well (Chapman, Austin, Farah, Wilson, & Ridge, 2014) .
These authors posit that while collegiality amongst the faculty is benevolent, there are often issues between themselves and their Emirati students and the Emirati administration which they believe is a result of differing values (Chapman, Austin, Farah, Wilson, & Ridge, 2014) . "Goals collide" as they state in terms of faculty motivation to conduct effective lessons for their students and the influence they tend to not have in terms of design, suggestion or criticism of current curricula (Chapman, Austin, Farah, Wilson, & Ridge, 2014 , p. 149). Chapman et. al (2014 conclude by suggesting that the institutions which employ their participants have missed an opportunity in the beginning stages to offer support and "mechanisms to meaningfully engage these instructors to professional life" in the region and "allow them to feel valued as professional colleagues" (Chapman, Austin, Farah, Wilson, & Ridge, 2014, p. 150) .
Methodology
A qualitative approach is employed with the collection of data of a single yet extensive line of inquiry. The data collected for this study are qualitative, conducted through semi-structured interviews from an interpretivist approach. These interviews and the qualitative data were expected to produce indepth responses such as anecdotes, examples, exceptions and a social reality of the experiences of the participants. This is in an effort to construct "culturally derived and historically situated interpretations of the social life world" which can most effectively be collected through qualitative data such as interviews (Crotty, 1998, p. 67) . In addition, interview items are constructed in a way to give me as the researcher as well as the reader a clearer sense of which of Muller's worldviews is dominant in each participant.
The constructivist relationship between the teaching faculty members and the students is one in which we make sense of the phenomena. We live the dynamics of it and thus the impossibility of the participants or I as the researcher, to remove ourselves from it, binds us. As a result, the idealistic notion of complete objectivity in this research and the separation of myself from the phenomena is a non-starter. I wished to learn more. I wished through research and collection of qualitative data, to have a self-reflective process that enabled me to know myself within the experience being investigated. Ultimately both personal and social knowledge are needed to arrive at valid understandings of reality, I must first be attuned to my own being, thinking and choosing before I relate to others' thoughts, understandings and choices. I must arrive at my own sense of nature and meaning of something, make my own decision regarding its truth and value before I consider the point of view of others. (Moustakas, 1994, p. 121) In addition to this, a separate aim of this study is to examine students' perceptions of their lived, educational experience with a multicultural faculty. Having a much more limited experience with being taught by a multicultural faculty, I offer my own professional experience to relate to students' input. This approach to the research includes my own experiences with the students, my challenges, successes and failures as a faculty member. Drawn side by side with that of my teaching faculty participants' perceptions, the student participants' responses served to elucidate the phenomena via their own lived, educational experiences which remain broader, having lived the phenomena several more times in several more courses. As Creswell (1998) states, I sought through the collection of qualitative data to "search for essentials, invariant structure (or essence) of the central underlying meaning of the experience" (p. 52).
The qualitative design of this research is divided into two parts, the interviews which were conducted with the faculty members and the focus groups conducted with the students. The teaching faculty members were interviewed in a semi-structured format for a variety of reasons. First, the interview format was chosen in an effort for the participants to discuss interpretations of their teaching experiences and express how they regard situations from their own perspective. Members of the teaching faculty are also the multicultural participants which this study seeks to explore the perceptions, effects and experiences of. The participants come from culturally diverse backgrounds. An example of this would be that some of the participants are from cultures which Hofstede characterizes as more Individualist while others come cultures which are characterized as Collectivist (Hofstede, 1980) . Due to the variety of length of experience, culture of origin, age and previous locations of teaching experience, the decision was made to collect this qualitative data individually in one-on-one interviews.
Students were interviewed (See Appendix A) in focus groups in attempt to allow group discussions and interaction to develop as well as a range of responses (Watts & Ebbut, 1987) . The student participants in each focus group had been together for over 2 years, have had the same teachers and courses. As institutional practice dictates, they have been on the same academic journey together. This type of data collection also allows participants of the group to cross-check responses, contribute additional points, clarify or argue responses which leads to a more complete and reliable record of data (Arksey & Knight, 1999) . The focus group format also allowed for a comfortable and relaxed atmosphere among the student participants which lessened the feeling of interrogation among them. I encouraged the student participants to speak freely, build upon or counterpoint the responses of their fellow classmates. Furthermore, the focus group interviews were conducted solely in English to native Arabic speaking students which allowed for student participants to help each other in translation of words or points they wished to express which would not have been possible with individual interviews. In addition to this, a fellow Arabic-speaking colleague (non-participant) was present in all of the focus groups to offer translation if needed. It should be noted however that this external translator was not needed throughout any of the focus groups. The precaution was made, however, to negate any possible effects on the credibility and ensure the reliability of the data.
Data analysis
Two methods of analysis were used to code responses and reorganize recurring themes of them. Initially, all data were transcribed using Evernote and printed to allow me to highlight frequency of terms, variety of responses and to give me hard copies with which I prefer to work with. In addition to this, I copied and pasted the transcriptions into NVIVO to give alternative views of data. With NVIVO, I reorganized the data to allow me to see not only the straight transcriptions, but also a view of seeing responses to specific question items side by side. For example, I wanted to see how each faculty participant responded to the item regarding classroom management. I simply ran an inquiry for each response regarding question item #20 and was able to analyze the variety of responses. This was done for all of the question items however, follow-up questions varied with each participant. Faculty members and students were questioned regarding their perceptions of the multicultural teaching faculty and the perceived benefits. Faculty members were asked to comment on both the dynamic that exists amongst themselves and also in relation to the students. Before the explicit question items were addressed, a brief discussion was had about what the term "multicultural" means. Most respondents, both faculty and student cited difference of nationality and "surface" culture or the "tip of the iceberg" that Peterson and others have cited, these being observable elements of culture such as dress, music, food, etc. (Peterson, 2004) . Others cited the differences of culture in ways akin to how Holliday (2005) describes it as a "social force which is evident wherever it emerges to be significant" (23). In other words, some participants described elements of culture which are under the surface, are less observable such as religious or ontological positions. Perhaps there is no more significant place where social forces can be evident than an educational setting where outcomes and assessment of academic competence are most crucial. Participants were asked their views on the multiculturalism of the U of E. All participant faculty members agreed and acknowledged the fact that the U of E could be considered multicultural which is representative of the demographic of the UAE as a whole. Many faculty participants commented the degree of multiculturalism as a difference from institutions where they had previously taught and how it has helped and been advantageous to their teaching practice.
Research questions & findings

Carry
These statements were verified by students who often differentiated their experience of cultures of teachers from their secondary educational institution (both public and private) and the U of E. This is exemplified by the response from Abdullah. 
Abdullah
Perceived benefits of a multicultural faculty
After this, further inquiry was made to find out what, if any were the perceived benefits of having such a multicultural teaching faculty. Here, I wish to present the data from the students first as it pertains exclusively to their classroom experiences. The faculty responses deal both their classroom experiences and their perceptions of the workplace.
Abdullah, UAE: Well, one benefit I had was that I could learn more about other cultures from my teachers, especially from Britain, Scotland, Ireland and these cultures. I also increased my language skills more than before. At the same time, I had to get used to their language, like the way they speak. It was difficult at first. One class I had a British teacher, which was hard anyway then I turned around and had an Indian for another class with a completely different way of speaking and communicating. I mean, one teacher could say one word and another teacher would use the same word with a different meaning. I had to learn what the word "hall" meant with different teachers. I thought it meant the same as corridor but sometimes it means classroom. So it was difficult to get used to them. I'm always having to translate what I learn in class to understand it.
The above response is consistent with other responses from students in saying that the multicultural teaching faculty they had been educated by presented benefits and also challenges to them in terms of language. Responses regarding these challenges reflected what was found in the literature as to the compounding of language and subject matter as elements of education that made their learning especially arduous to grasp and completely understand (DeCapua & Wintergerst, 2004) . What Abdullah mentions above is an example of simple difference of varieties of English. However, when deeper conceptual instances of English interfering with their understanding of subject matter exist, DeCapua & Wintergerst's point become clear.
Students also suggested the multiculturalism present in their education has also affected their sense of identity, especially in regards to language.
As Yousef states (UAE): I feel I'm more of a citizen of world now, not only a citizen of the UAE. I couldn't be that without the ability to speak English.
While most responded that they felt the bicultural and bilingual skills that they will finish their education with will help them in their future lives, these are sentiments which echo what Moya (2009) has said that these "evolving products" of identity will continue to affect not only the students' own sense of identity but also how the students are identified by outside communities (45).
A general sense of gratitude and appreciation came from the student participants when posed this question. However, most students, as Abdullah's response shows were quick to touch on the other side of this, being the pitfalls of such multiculturalism, and give an explicit sense that studying their subject matter in English as a complement to their education was something that they only realized on the other side of mental labor. This indicates that some students feel that doing their higher education studies in a second language is something that linguistically they were not prepared for. Further interpretation in this chapter suggests additional cultural elements are aspects of the learning environment which pose challenges to students as well.
Interestingly, the participant Jamila had a different take on the experience of having a multicultural teaching faculty which will be explored further in later themes.
Jamila, UAE: From my experience, I haven't seen or had any benefits from having teachers from other cultures. For me, it just makes my studies and my life harder. Just give us all British or all
American, or all Arabic that way we know the way the class will be, the way the language will be.
This compounding of content and language was deemed unnecessary by Jamila who seemed more concerned with the content and concepts of her major (Electrical Engineering) than with the linguistic obstacles which she noted were constantly in her way. Some students responded that this was simply too much to take in in terms of academic concepts through a second language which they had to then decipher. As Saif states,
Saif, UAE: Sometimes, I find it hard to understand everyone. Like, you think you know but actually, you don't really get what they just said. It's hard for me to learn, always guessing.
Faculty members had differing perceptions of the benefits of a multicultural faculty both in terms of student outcomes and of what their lived experience is and has been in terms of working with multicultural colleagues. Here it is evidenced by the data that the differences of faculty members' perceptions are not things that are always present in the eyes of the students. Students often noted the differences in how teachers conduct their classes while faculty members often cited the differences in the day-to-day-activities in the workplace as what primarily comes to mind when questioned about the phenomena.
Samira, Lebanon: We can learn from each other different ways of doing things, conducting our classes and managing our duties. I have the pleasure of observing some of my colleagues from America last semester and found their styles of teaching completely different from mine. I took a few pages from their way of doing things. It helps us all to gain a better perspective.
The response from Samira was especially telling that the teachers can be open and willing to learn new approaches than simply the approach of 'teach as you were taught' which is something that can be expected to grow and develop amongst the teachers as time and service go on in this teaching context. Considering contentions made by Glowacki-Dudka & Treff (2011) as well as Diallo (2014) that teachers in such an international context conduct their classes in ways and with methods native to their own ways of studying, Samira might agree that to say teachers do this exclusively, might be selling us all short. These contentions leave no room for teaching to alter, add to or amend their approaches which is what many of us do and is evidenced by Samira's response (Moore-Jones, 2014).
Participant Carry has a different point of view.
Carry, Canada: Uh, well, I guess it is [beneficial] but I think as the faculty are multicultural, that's who the U of E could get to do the job; it's who they could get to live and work here. To be honest, I'm not sure if they had the students' interests in mind first.
The complexity and cultural diversity of teaching staff may, according to Carry, be a byproduct of other necessities both on parts of the Ministry of Higher Education and the teachers themselves and not by design to benefit the students. In other words, the multiculturalism that the U of E and other institutions employ, according to Carry, could be the consequence of recruiting in a wide variety of regions of the world, amongst a wide variety of cultures to ensure retaining the required number of staff. While this may be perceived as a benefit and an initiative to expose Emirati students to a variety of cultures in their education, Carry seems to think faculty retention may the actual motivation of such recruiting.
Perceived pitfalls of having a multicultural teaching faculty
I begin this section with the responses from the teaching faculty. Explored are perceived challenges present in the teachers' lived experience and were often followed up for expansion, clarification and examples.
Andrew, Canada: Yeah, I think it's probably more likely that you'll have more misunderstandings between the students and yourself, between colleagues from a different culture and yourself. You know, it's a tough job, it's stressful and people have different ideas about how to do their jobs and how to handle things. I mean, normally in teaching you're pretty independent but when there's a push to standardize things, it can get messy. You might be working with an older colleague from a hierarchical society which expects you to blindly follow his or her way and since you're younger, it's ok for them to tell you what to do and that doesn't always go over very well.
Here Andrew speaks directly to how the differences of worldview can and do cause conflict in the lives of the teaching faculty. Someone coming from a culture which is predominately of a Power / Fear culture which consists of what Andrew call "a hierarchical society" might have differing expectations from his students and even fellow teachers (Muller, 2001) . What Andrew (coming from Canada, a region which Muller describes as predominately Guilt / Innocence) might expect in a professional situation is clear guidelines between right and wrong in certain contexts, these would be outweighed by the economies of power, that someone from a Power / Fear culture might value (Muller, 2001; Foucault, 1980) . In the example that Andrew gives, the variable of age affects the relationship between himself and his rhetorical example (Foucault, 1980) . This mismatch of cultural values tends, according to Andrew, to cause problems in the difference of professional expectations and willingness to work together.
Hanna's response seems less than optimistic about the prospect of having such diverse worldviews in a teaching faculty.
Hanna, England: If we were a homogeneous group of educators who had all been trained, you know, in the same country, we would all be able to say that we've all got a good idea of what assessment is and what it should consist of, what rubrics and scales are used and be fairly confident. It's ludicrous to think we all [at the U of E] have the same ideas about assessments.
From response, it seems Hanna might well agree with the previous comment by Jamila in stating that should all things be equal in epistemology or even worldview, things might run smoother where all parties involved, both students and teachers were on the same page in terms of academic expectations and accountability.
Sarah also believes there is variance in teaching styles and language. Sarah cites more challenges in the compounded cultures of academia. While Yasmin points to differences in how teachers conducted their classes, Sarah takes a step back from this in saying that our differing varieties of English as well as differing expectations of students often inform our practice thus leading to even further divergence in what the students may experience in the classroom.
Although most participants tend to agree with Glowacki-Dudka & Treff (2011) that certain cultural assumptions and practices from our own native education experience find their way in our own practice here in the UAE, remaining strict and stubborn to such epistemologies and practices could hinder one's cultural exploration and adaptation. More importantly, imposing one's native educational culture's practice without consideration of the target culture impedes one's ability to create a negotiated 3 rd cultural space and some would argue borders on cultural imperialism in education (Said, 1993) .
Noted responses regarding the benefits of having a multicultural teaching faculty is that the exposure the students receive to differing epistemologies, teaching practices and varieties of English is expected to produce more well-rounded graduates in terms of cultural and linguistic duality. However, as mentioned by Carry earlier, the students' best interests may not have been in mind and one could argue that failure to amend and alter one's teaching approach and to commit to and rely solely on one's own idea of how teaching and learning work is to impose an educational ideology on another culture. It also rejects what Moore-Jones (2014) states in that changing and altering one's own teaching approach based on the culture in which one teaching is beneficial to both the teacher and the student as a vehicle to promote intercultural competence. To him, one cannot rely solely on models and styles of teaching that one was educated in and has previously taught but rather adjustment of approach is necessary to conduct effective and successful teaching (Moore-Jones, 2014) .
Throughout the various responses regarding both the benefits and challenges of the having a multicultural teaching faculty, I found that Murphy's summation covered many of the aspects of the phenomena. The following excerpt demonstrates the participant's understanding of the linguistic and educational dynamics that are at play in such a multicultural environment. In such an ethnically, linguistically and ontologically diverse setting as Dubai, the struggles, challenges and obstacles can often be the best teaching tools. This participant seems to understand how this fits into Emirati students' higher education. Examples such as this clearly exemplify the expectations of the teachers regarding assessments. Certain steps or actions within the assessments or projects that the teacher may feel will offer an experiential model for learning may offer tension between the accepted norms of Emirati students. An instance such as the one mentioned by Ahmed offers a look into how deep the worldview of Honor / Shame can be. It is not only the significance of such a worldview that distinguishes these students from some of the faculty members but the entire notions of what is honorable and what is shameful. I doubt any faculty member would ask students to embark on a project or assessment which they deemed to be inappropriate or shameful. This is often the root of the issue in that there exists a great divide between definitions of these things. In this case, the teacher assigned this assessment with the mindset that talking to a female would not be a problem for the students. To Ahmed and others, speaking to a female, even in a professional manner might be considered a shameful mark on themselves or their family. Not all students feel this way but it is evident that Ahmed does and thus we can assume others do as well. An example of intercultural competence on the part of the teachers would be giving assessments and projects which do not impose their own cultural norms on students whose norms may differ.
Murphy
Just as teachers profit culturally from having time to learn the intercultural competence required to function and teach effectively with Emirati students, the students also sharpen their Bashayer is someone who has been functioning in a multicultural academic environment for some time and has developed a sense of intercultural intelligence. The 3 rd cultural space which is as defined by Knowledgeworkx is something that has seemingly grown inside her over time and experience with negotiated educational models (Knowledgeworkx Inc., 2013) . My contention is that this response as well as others in later data show that time can be a major contributor to the ability to achieve intercultural competence and eventually develop this into intercultural intelligence. Bashayer has spent years immersed in this multicultural learning environment and thus her comments reflect that she has experience less difficulty adapting to it.
It seems both faculty members and students alike who have spent more time in education together in the UAE have altered their expectations of each other to come to more shared understanding. As mentioned by Peterson, intercultural competence can be viewed as the bare minimum needed to function in an intercultural environment while intercultural intelligence is a heightened level in which the individual can actively engage interculturally and thrive in the environment (Peterson, 2004 As Bashayer states, this level of comfort with a multicultural teaching faculty has come from years of experience learning with such diversity. She mentions, the "British teachers" and the collaboration that they employ. This has surely come from the years and experience they have had with Emirati students. From the data, we can see that teachers with a longer record of experience teaching and dealing with Emirati students seem to have done this as well whereas data from newer faculty members showed that there are still levels ranging from apprehension to discomfort to frustration in understanding and working with Emirati students. Hanna, with only 2 years' experience, vents, Hanna, England: I've given up on trying to understand these guys. I have to accept their way of life because I live here but I'll never agree.
The negotiated 3 rd cultural space between multicultural teaching faculty and Emirati students is something that takes time and mutual understanding. Students like Bashayer and as we will see later, teaching faculty like Murphy have extensive experience with "the other" and the shared understanding of their expectations. In my experience and from the data collected from both students and faculty members with differing levels of experience with each other, it seems this time is critical in creating this space which results in a harmonious learning environment. When questioned about the multitude of challenges that Emirati students face in a learning environment with a multicultural teaching faculty, Bashayer responses show her levels of ease and lack of difficulty while Hanna, who has only been in the country for 2 years has already "given up" and gives a sense of frustration. The fact that she mentions that "I have to accept" certain aspects of Emirati culture because she lives here evidences the fact that the 3 rd cultural space which is necessary for intercultural intelligence may be an aspect of her teaching approach which has not yet been fully realized. In fact, according to Bennett's DMIS, she only seems to be at the 4 th stage of this which bleeds into definitions of intercultural competence though not completely (Bennett, 1993) .
Conclusion
I am reminded of Goodenough (1982) who stated "A society's culture consists of whatever it is one has to know or believe in order to operate in a manner acceptable to its members" (p. 54). The unique situation in the U of E, is that the faculty 'members' are not of the native culture in which they live and operate. In some ways, we all 'operate' according to Emirati culture (i.e. observance and respect for a religion that for many of us is foreign, Islam). However, as opposed to what is often the case in living in other parts of the world, certain forms of assimilation are not required here (i.e. speaking the language of Arabic). Therefore, it seems many expatriates living and working in the UAE, in this case the teachers, often 'operate' under guises of both local Emirati culture and their own native ontology. Thus, discrepancies of how we operate in terms of teaching and learning are likely to occur.
We can see from responses presented here that both faculty members and the students alike acknowledge the fact that the U of E is an educational environment which is considered multicultural. This has presented many perceived benefits for both the students and faculty. However, it also presents challenges in the eyes of the student terms of the intercultural competence required for them to function and thrive academically from class to class. Considering the numerous cultures that students are taught by on a daily basis, I see their levels of intercultural competence as a more difficult challenge. Referring back to Byram & Zarate's (1997) definition of intercultural competence as having double points of view and the ability to adapt one's behavior's in relation to the duality of beliefs, it seems the students are having to do this multiple times a day. What students are forced to negotiate is a "set of cultural behaviors" which Peterson (2004) cites the ability to engage as having intercultural intelligence.
It also presents challenges amongst the faculty regarding the professional relationships and agreement on academic issues which can, at times be characterized as strained. It is clear that heightened levels of intercultural competence are crucial in successful academic and professional practices at the U of E. While some participants seem to have a firm grasp of this, it is evident that this was through experiential learning about the working and teaching dynamic of the institution through which this has developed. Fresher faculty members have shown signs of more frustration. These participants seem to have yet to attain higher levels of intercultural competence.
Significance of the study exists in the very fact that with globalized, transiting, international and ever-widening circles of academia, multicultural teaching faculties will become and are becoming the norms rather than the exception in campuses all over the world. The issues discussed here are certainly not exclusive to the Dubai Campuses of the U of E. Many aspects confined to the perceived dimensions of Emirati culture no doubt exist in all public institutions of higher learning in the United Arab Emirates and over-arching themes of intercultural competence can be seen on any campus which opens its doors to diversity.
